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INTRODUCTION
The only constant is change. The values we hold sacred today
may be discarded tomorrow. In a changing world comes the

changing needs of society. In all areas of life there is major
restructuring of values, be they moral or economic. The same is
true for education. If all around is changing then, so too,

must our education.

For example, in the economic climate of the ‘60’s and '70’s,
when there was less unemployment and more available money =

manufacturing companies made their business from offering

"goods" for sale. They first manufactured a product and then
sold it to the market. This approach was to prove flawed.
During the lean times of the mid 80's - 90's companies still

producing "product-orientated" goods were doomed to collapse.
The wise business person learned that it was no longer simply a
matter of saying - "I've got this to sell - you must buy it!",
The producer must first see what the consumer wants and then try
to make it. Thus "consumer orientated" marketing came to the

fore.

If we transfer this idea to the way education is "sold" in our
schools, we ask the question "who is the consumer?" Is it the

person who pays i.e. society, parents etc. or is it the user

ii






i.e. the pupils? I suggest that the consumer is society in
general and its needs, though many and varied, are fundamentally
for well rounded, socially and morally educated, creatively
adaptable,competent individuals, who will form an integral part

of the future society whether they are employed or not.

Unfortunately, for many years, the needs of society, (which
includes the needs of the pupil), were not given much
consideration in post-primary schools. Education in primary
schools tends to be child centred where at post-primary level it

tends to be subject orientated.

This opinion was quite explicitly referred to by the Minister
for Education, John Wilson T.D. in June 1978 when he was setting
up a committee to investigate the transfer of pupils from
primary to post-primary schools.
The terms of reference read as follows:
To report on the problems of transition from child-
centred primary to subject-centred post-primary
schools and to make recommendations as to changes

which may be necessary in primary and post-primary
curricula in order to alleviate these problems. (1)

At present the education system is in a state of change.
Improvements have already been made in the Junior Cycle. Senior
Cycle is soon to go through the same process. It must be said
that the reason why the post-primary sector appears slow to

change is because the post-primary sector, in turn, is subject
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to the demands placed upon it by the third level sector. Most
third level institutions operate a points system by means of
allotting different numbers of points to different levels of
performance in the subjects presented for matriculation or
Leaving Certificate Examination. In addition to this points
system, many third-level institutions operate other qualifying
regquirements as well, such as the necessity to have studied
certain subijects at post-primary level in order to qualify for
a specific third-level course. Such a requirement places
pressures on post-primary schools to continue with the subject-
centred, examination-orientated approach to education. (2)

Despite the above predicament, the post-primary sector has
reason to be optimistic about its future. 1994 sees the
beginning of a six-year post-primary cycle option for all
schools. The options available to schools inciude the
Vocational Preparation and Training Programme (V.P.T.P.), the
repeat Leaving Certificate course and Transition Year (T.Y.).
Of these three options, Transition Year offers the greatest
opportunities to develop and prepare the pupil for adult life.

The Department of Education states that:

A Transition Year offers pupils a broad educational
experience with a view to the attainment of increased
maturity, before proceeding to further study and/or
vocational preparation. It provides a bridge to help
pupils make the transition from a highly structured
environment to one where they will take greater
responsibility for their own learning and decision-
making. (3)

iv






Transition Year is also a year free from all examination
pressures and therefore, the pupils can involve themselves in

subjects which are not examination related.

As a teacher of Art, Craft and Design, with a specialisation in
the Design field, I welcome the challenges and opportunities
that accompany the Transition Year. The main challenge for the
teacher is to comply with the Department of Educations’
aspirations for Transition Year pupils. But there are also
opportunities for both teacher and pupils to benefit from such
an examination-free programme. In this dissertation I mean to
present a simple approach to design education not provided for
elsewhere in the school curriculum, which will not only cover
the Transition Year requirements but could, and should, go

beyond them.

Design education challenges the pupils’ approach and method of
thinking. Design is not only problem solving - but problem
realisation. In order to solve the problem the pupil must first
have a clear realisation and understanding of the nature of the
problem and where it lies. For example, a bottle of milk spills
onto the floor and someone yells "Quick, get a cloth". Another
person returns with a wet cloth which cannot absorb the milk.
Therefore the problem of the spilt milk remains unsolved because
the real problem was not identified by the second person. The

problem was not "find a cloth" it was "absorb the milk".






Design education as a form of wvisual education should, I

believe, be encouraged throughout the post-primary school cycle.
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CHAPTER 1

THE BACKGROUND TO TRANSITION YEAR IN IRELAND

The on-going changes in our post-primary schools over the past
two decades have done much to increase our educational options.
At present 73% of young people complete senior cycle, a figure
which the Department of Education hopes to increase to 90% by
the year 2000. (1) The means and methods of achieving such a
goal call for a clear review of the aims and direction of post-

primary education.

From 1994, all pupils completing Junior Cycle will have the
option of a three year Senior cycle. Thus 1994 heralds the
introduction of the new six-year post-primary cycle, and is also
the twentieth anniversary of the Transition Year Option
S (o T T The Transition Year plays an integral part in this
new three-year Senior Cycle. Along with the Vocational
Preparation and Training Programme, Senior Certificate, Leaving
Certificate and repeat Leaving Certificate, it forms part of the

selective three year options open to Senior Cycle pupils.

Transition Year is a one year cycle immediately following Junior
Certificate, after which pupils can continue on in mainstream

education and complete the two vears of Leaving Certificate or
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the equivalent. According to the Department of Education the

Transition Year -

.. is directed towards the intellectual, social and
emotional maturation of the pupil. (2)

and listed as part of its course content are -

Social education, moral education, education for
living (including homecrafts and education for
parenthood, employment and leisure); philosophy and
applied logic; music and arts; .... visual education;
communication skills etc. (3)

This is completely different from mainstream examination

orientated post-primary courses such as the Leaving Certificate

course.

The aim and purpose of the Leaving Certificate course
is to prepare pupils for immediate entry into open
society or for proceeding to further education. The
examination is mainly a test of achievement. (4)

Pupils who opt for Transition Year have a year free from
examination pressures unlike their colleagues who continue in
mainstream examination orilientated courses. Those pupils in
mainstream studies choose subjects with a view to third-level
requirements (i.e. points). They are, therefore, not free to
take on subjects which might be of interest to them. Transition

Year pupils are in a position to take up more diverse subjects.






The Background to Transition Year

The Transition Year was initiated on a pilot basis in 1974 by
the then Minister for Education, Richard Burke, T.D.. The three
schools which took part in the pilot scheme were - Garbally
College, Ballinasloe; the Model Technical Institute, Limerick;

and Holy Child Community School, Co. Dublin. (5)

Over the following two years the numbers of participating
schools increased, so that by 1976/77 a total of sixteen schools
were participating in the scheme. Schools had to apply to the
Department of Education in order to seek approval and acceptance
to participate in the Transition Year scheme. With the list of
participating schools standing at sixteen the Department of
Education decided that no further should be added. 1In 1977 an
Evaluation Report was commissioned by the Department of
Education to assess the effectiveness of the Transition Year
courses. The resulting report stated that ongoing study and
evaluation should be made of the Transition Year by both the
Department of Education and by the Educational Research Centre
Drumcondra (the body undertaking the evaluation report). The
fact that this wvital task was not carried out led to the
diminution in the schools’ enthusiasm to take on the Transition

Year. It was not until 1984 - ten years after the initial
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launch that new incentives were given to schools regarding

Transition Year.

In June 1984, Gemma Hussey, T.D., the Minister for Education
listed Transition Year as one of a number of options for schools
wishing to offer a six year post-primary cycle. 140 schools
approximately were already offering a six year cycle Dby
providing a four year Junior Cycle. Other schools, no more than
twenty or so, were offering a seven year cycle. The majority,
however, were simply providing a five year Senior Cycle. (6)
These schools were experiencing falling numbers of pupils, due
to both a falling birth rate and to the fact that parents were
opting to place children into a six year cycle post-primary
school where possible. (7) The 1984 initiative opened the way
for schools to prolong their current post-primary cycle, and to
close the discrepancy between schools. The options made

available to schools then were -

% Transition Year
= Vocational Preparation and Training Programme
* Repeat Leaving Certificate Course

The major difference between the 1974 and the 1984 initiatives
was the fact that courses would be monitored and controlled by

the Department of Education.
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Although proposed in 1984 schools could not provide Transition
Year until 1986/87. Schools, particularly those on a five year
cycle, were keen to be accepted for Transition Year by the
Department of Education in order to retain pupil numbers. Even
schools previously on the Transition Year scheme had to re-apply.

In all, 95 schools were accepted.

Transition Year was proving so popular that schools who were not
on the scheme were losing pupils to schools that were. In 1988
the Department of Education notified all schools stating that
only pupils who had participated in the Junior Cycle in a school

could participate in the Transition Year of that school. (8)

The Department of Education was aware that school guidelines
were necessary, sSo the Minister for Education asked the
Curriculum and Examinations Board (C.E.B.) to produce a handbook
on the topic. In 1986 the C.E.B. produced Planning, Introducing

and Developing Transition Year Programmes:Guidelines for Schools

(9) which gave details of the aims and aspirations of Transition
Year as well as information on a practical approach for teachers.
Transition year programmes should be consciously
designed to act as a bridge for students to move from
a state of dependence to a more autonomous and

participative role with regard to their own future.
(10)

The Curriculum and Examinations Board Planning,Introducing and

Developing Transition Year Programmes: Guidelines for Schools
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advised a tightly structured curriculum. The year should be one
of educational enrichment going beyond the boundaries of
examination orientated learning. The year was to be free from
mainstream examination pressures. However, in practice, some
schools used the year to cater for the weaker pupils in a three
year Leaving Certificate course but this was not supported by
the Department of Education who stated that no more than 40% of
the week was to be given to mainstream Leaving Certificate

studies. (11)

The C.E.B.’'s Planning, Introducing and Developing Transition

Year Programmes:Guidelines for Schools lays out a rationale for

Transition Year, and states that the course -

should aim to provide pupils with the skills and
support necessary to -

discover their own individual talents, aptitudes and

abilities with regard to future educational and/or
vocational participation.... (12)

The C.E.B.’S Planning, Introducing and Developing Transition

Year Programmes:Guidelines for Schools emphasised the

opportunity available to educate pupils in the arts and to
include a wide range of creative activity. The publication
proved invaluable in terms of giving concrete direction to the

schools.
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While these methods were assisting the workings of the schools,
the parents were becoming concerned about the longterm benefits
for their children. Many parents opted to keep their children
in mainstream education and preferred the two year Leaving
Certificate course followed, if needs be, by the one year repeat
Leaving Certificate course. Parents were afraid that Transition
Year was a wasted year where pupils lost the discipline and
habit of study. Principals of schools offering Transition Year
were feeling pressurised by parents to replace Transition Year
with repeat Leaving Certificate courses. In order fo JguBtify
the Transition Year, some schools turned to "formalising" the
year by offering pupils certificates of participation. An added
concern of parents was the financial cost of the year, what with
field trips and tours home and abroad etc. Unlike the
Vocational Preparation and Training Programme, Transition Year

was not covered under any E.U. scheme.

By 1989 the numbers of schools participating in the Transition
Year scheme had dropped from 95 to 66. The onus was on the
schools to open communications between teachers, pupils and
parents so that all parties had an active role in the
structuring of the schools Transition Year curriculum, and in so

doing, parents became reassured as to the value of the year.
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Transition Year as it is Today

In the ASTI’'s publication The Transition Year it states that in

1993/94, 160 schools from all over Ireland participated in

Transition Year, (13) and that the rationale remains the same.

to facilitate the integrated development of the
intellectual, emotional, spiritual, physical, social
and vocational capacities of each individual student
through a structured learning experience. (14)

Each school plans its own Transition Year curriculum based on
its staff and resources. Basic literacy, numeracy and oracy
continue and develop in ways not accessible to the mainstream
Leaving Certificate pupils. For example, Leaving Certificate
pupils studying academic subjects such as English, Irish,
Mathematics, Science or History etc., are restricted in their
studies by the Department of Educations course syllabus. The
Leaving Certificate course is examination orientated and so both
teachers and pupils are not encouraged to digress from the
specified syllabus, whereas, Transition Year pupils study
without such restrictions. Therefore, Modern Languages can be
experienced by the pupils through cinema, music and television,
and Commerce through the formation of mini-companies, public
speaking, debates, quizzes, dramas, computers and leisure
programmes are among the many options open to Transition Year
pupils. Work experience, whether real or simulated, is also

emphasised as an important aspect of Transition Year.
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The Department of Education lays out guidelines for planning the
Transition Year curriculum. It issues a handbook to schools

Transition Year Programmes: Guidelines 1994-'95. The previously

mentioned ASTI’s publication The Transition Year, is also a
valuable resource for schools. The information in the 1986

C.E.B. Planning, Introducing and Developing Transition Year

Programmes:Guidelines for Schools still serves to cater for

todays needs.

Under the ASTI's guidelines in The Transition Year the

Transition Year curriculum should be based on the following

headings:-
" Communications studies
% Functional Mathematics
% Environmental studies
* Practical subijects
iy Aesthetics
. Physical Education
* Education for living
* Religion (15)
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The Role of The School’s Art Department in Transition Year

The aforementioned 1list of possible areas or topics of
curriculum studies requires linkages and co-operation from
teachers of different disciplines. For example, Environmental
Studies could bring in the study of local history, of arts and
crafts and of natural sciences all of which could be brought
into the artroom. There 1is no specific instruction or
guidelines issued from the Department of Education regarding the
role of the school art department. However it is suggested
under the heading "Practical Studies" -

Appreciation of simple design and the wider everyday

life aspects of technology, applied science and arts

subjects such as engineering, construction studies,

technical graphics, home economics, agricultural

science, art and must are invaluable in

interdisciplinery contexts such as mini-companies and
other project-related activities. (16)

Possible activities listed under this heading are -

* Furniture-making and restoration; interior design and
furnishings

* Various crafts such as model-making, jewellery-making,
pottery.

% Textile crafts such as soft toys, weaving, fabric

printing, etc. (17)

Practical subjects and Aesthetics are obvious aspects to be

considered for artroom related studies. Less obvious might be
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the study of Information Technology, which according to

Transition Year Programmes - Guidelines 1994 - 1995 issued by

the Department, should explore activities involving:-

* Word-processing, spreadsheets, and data bases;

* Computer graphics and computer-aided design (CAD);

* Computer-aided manufacture (CAM) and computer control;
® Communications links and systems. (18)

The Department of Education gives guidelines to possible areas
of study, it is then up to the individual school to propose and
have sanctioned, their own school Transition Year curriculum.
Each school will make use of their available resources:
therefore the role of the art department within Transition Year
will vary from school to school.

In order to present an overview of how Transition Year
programmes are delivered and of the wide range of courses
available, the following chapter cites a particular school’'s

approach in the form of a case study.
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CHAPTER 2

C.B.C. MONKSTOWN PARK

Transition Year Case Study

Christian Brothers College, Monkstown, Co. Dublin was officially
opened on September 29th, 1954. (1) It was originally run by
the Christian Brothers themselves but on the lst August 1986 it
changed over to the Board of Management structure. Mr. Patrick
Keating was appointed as the first lay principal of C.B.C.

Monkstown in 1986.

In Mr. Keating’s earliest statements as Principal he declares

that his primary objective -

is to ensure that every boy in the school is given
credit for his talents and encouraged to develop them.
(2)

he goes on to say that -

It means encouragement of social skills, self-
expression and communication. These will develop from
the sense of self-worth of each boy. Thus not only
academic but also those with other talents will be
given recognition. Such education transcends the old
examination-based curriculum. In this context I am
pleased to see the introduction of a Transition Year
in 1986 - 1987. (3)

14
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September 1986 saw the first Transition Year at C.B.C. The
Transition Year co-ordinator was Mr. Pat Fox whose background
was History, German, French and Social Studies. The number of
pupils participating in its initial year was twenty-two, a

figure which has more than doubled today.

In 1989 the Principal, Mr. Keating, praised the Transition Year
in the school’s annual -
Transition Year continued its very hard work under the
direction of Mr. Fox. An innovation this year was

participation in the European Environmental Project in
conjunction with the Co-Operation North Project. (4)

The Transition Year had proved itself to be both popular and
successful. The pupils themselves enjoyed the challenge the
year offered, as is obvious from the following extracts from

reports written by Transition Year pupils.

Twenty—-four lucky boys got their places in the most
envied class in the school. The first day was a quick
one. There was little to do but talk about the Summer
antics that we had gotten (sic) up to. Suddenly Mr.
Fox bounced into the class, sniffed once or thrice and

welcomed us. That was the start of what for most of
us was to be a great adventure..... Soon the chosen
few were to find that Transition Year, at the easiest
of times, was no bed of roses. (5)

In May ‘89, if some Transition Year graduate took a
general consensus on the attitude of third years
towards Transition Year, he would have found out that
it was said to be a 'waste of a year’ and 'a doss’.
Deep down, I suppose, most Transition Year candidates
agreed with this, but this was not to be ...... (6)
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The Transition Year proved itself to be so popular with both
parents and pupils that there are presently forty-six pupils
participating in the scheme in 1993/94. These are subsequently
divided into two classes of twenty-three pupils. This is the
second year that there have been two classes of Transition Year
at C.B.C., Monkstown Park. The present Transition Year co-
ordinator is Mr. Gerry O’Brien, who succeeded Mr. Pat Fox in
1990 when Mr. Fox was made Vice-Principal. Mr. O’Brien’s area
of study is English, 1Irish, French, History and Religious
Education. He heads a support group consisting of some eighteen
teachers from a staff of thirty. Together they plan the

curriculum for the vear. In The Transition Year the ASTI

suggest that:

One of the first tasks of the Co-ordinator will be the
recruitment of a support group to assist in planning
and delivering the Transition Year programme. This
group will identify the aims and expectations of the
Transition Year programme in their school and will
develop a programme accordingly. This policy-making
process will take account of the school ethos,
geographical location, parental expectations,
educational needs of the students, their economic and
social background, and the resources of the school.

(7)

Each year, in February, the school must submit to the Department
of Education, the proposed curriculum for the Transition Year
commencing the following September. In March, after a parent-
teacher meeting on the subject, the third years submit written

applications requesting acceptance into Transition Year. It is
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the total responsibility of the Transition Year co-ordinator and
the support group to decide on the eligibility of the pupil.
The decision is based on past behaviour, age and on an
interview. The pupils know whether or not they have been
accepted before the Easter break. The pupils opt for Transition
Year because of the broad curriculum offered. They would have
witnessed for themselves the projects and activities of previous
Transition Year groups. In this way, the Transition Year sells

itself to pupils.

C.B.C. Monkstown has kept to a similar curriculum from year to
year. Subjects such as English, Irish, French, Mathematics,
Religion, Science and Business Studies are continued throughout
the year. While subjects such as Music, Drama, Arts and Crafts,
Cookery and Technology (which comprises technical drawing and
woodwork) are experienced by some pupils for the first time.
Social Studies is followed up by a weeks social work in either
an 0ld Folk‘s Centre in Dun Laoghaire or in Dunmore House,
Glenageary, a centre for the mentally handicapped. This
activity proves to be very rewarding to the pupil. As one
Transition Year pupil stated in regard to Dunmore House -
It was an enlightening and humbling experience
watching those children, unable to care for themselves
having to rely constantly on outside assistance., Some
were deformed or disfigured, they were wheeled in in
wheelchairs, making unbearable and indistinguishable
sounds, and I found them very hard to look at.... The
three days really opened up my life. Without them I

would still have prejudices about the mentally
handicapped. (8)
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The School organises an annual one week trip to Connemara in
October. This allows the Transition Year pupils the opportunity

to get to know one another at the beginning of the year.

There are two two-week blocks of work experience timetabled into
the year. The first block is in the first term and the second
block is in the last term. The Transition Year co-ordinator
organises one of the ‘jobs’ for each pupil, but the pupils
themselves must find the other. Pupils have found themselves in
banks, shops, offices, garden centres, hotels, restaurants,
veterinary clinics and television studios, to mention a few

places.

Other features of the year are theatre trips, debating nights,
trips to Northern Ireland (under Co-Operation North) and
charitable work such as a skipathon as fund-raising for the

Irish Heart Foundation. (9)

The event, in which Transition Year participate, which has the
greatest impact on the entire school is the Annual Musical show.
"The Mikado", "Fiddler on the Roof" and "Guys and Dolls" are
some of the musicals performed 1in conjunction with the
Transition Year in Loreto Convent, Foxrock. The eagerness to
take part in the musical is such that third years try to

discover the next musical and learn the songs in advance in the
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hope that, should they be accepted into Transition Year, they

could audition for a part!

The Transition Year co-ordinator organises the musical with the
assistance of members from the support group. The chief

assistant is the art teacher.

The musical places a heavy burden on the school art department.
Backdrops, stage sets, props, costumes, make-up, posters and
programmes etc. all fall onto the responsibility of the art
teacher. The musical usually opens mid-November which means
that the entire show is put together in two months. During this
time full-time lessons are still being run and the art teacher

still has a full timetable to attend to.

Transition Year occupies a generous portion of the art teacher’'s
timetable, being allocated two triple-classes of 120 minutes,
whereas all the other years only receive single classes of 40

minutes.

The art teacher makes himself available to accompany the
Transition Year on cultural trips and on various outings which
take place throughout the year. His role is to develop the
pupils aesthetic appreciation and to increase their awareness of

the wvisual world around them as they experience it. This
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deserves every support and is in keeping with the Curriculum and

Examinations Board 1986 recommendation that -

Schools must develop the creative and aesthetic
experience of the arts in students not only to help
their own personal development and enrichment but also
to enrich the quality of life generally. The
particular contribution of certain aspects of the
arts, notably design, to economic prosperity should
also be noted. (10)

This recommendation was not aimed specifically at Transition
Year. It was one of many listed aims of education put forward
in the 1986 report of the interim Curriculum and Examinations
Board to the Minister of Education in the publication In Qur

Schools: a Framework for Curriculum and Assessment. (11) While

much of this recommendation has been compiled with throughout
the schools curriculum and in particular with regard to
Transition Year, the reference to design education has not been

addressed at all.

As part of my involvement in the 1993/94 Transition Year in
C.B.C. Monkstown, I seized the opportunity to develop the
pupils’ awareness and appreciation of design, and to encourage

them to design and make products for themselves.

I shall expand on and present my approach to design education in

the next chapter.
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CHAPTER 3

TRANSITION YEAR CLASS 1993 - 94 AND THEIR WORK
IN THE SCHOOL ARTROOM

We are hardly likely to do well as a nation if our ablest
members are not helped to become doers and makers, organizers
and problem solvers. (1)

Thus wrote Peter Gorb, Senior Fellow in Design Management,
London Business School. His concern lay with the fact that the
education system was seen to be based on the attainment of
gquantity of knowledge but not quality of knowledge. Peter Gorb
is a member, and onetime chairman, of the Education for
Capability committee and also a signatory to the Education for
Capability campaign launched by the Royal Society of Arts in

1986. (2) The committee’'s manifesto states -

A well balanced education should, of course, embrace
analysis and acquisition of Kknowledge. But it must
also include the exercise of creative skills, the
competence to undertake and complete tasks and the
ability to cope with everyday life; and also doing all
these things in co-operation with others. (3)

I quote these references as support to my view that design
education should be an important and valid part of every pupil’'s
visual education. At present, much of post-primary education,
senior cycle in particular, is (as I referred to in Chapter 1)

examination-based. This is to say that priority is given to
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quantity of knowledge covered and not to an ability to apply
that knowledge. Design, I like to think, is applied Art, and is
just one reason why design should receive greater attention

within the post-primary school cycle.

My views are by no means new or unsupported. The Curriculum and
Examinations Board in 1985 1listed in their recommendations

regarding The Arts in Education -

Existing visual arts syllabuses should be reviewed and
design and design-related skills should be given
greater emphasis in such revision. (4)

This opinion was similarly reiterated in 1987 in the C.E.B.’'s

Report of the Board of Studies: The Arts with reference to the

general aims for wvisual arts -

To engage pupils in the creation of problems which
must be perceived and solved and which are inherently
ambiguous and have no single correct solution. (5)

The Report goes on to state that the aims regarding visual arts

at post-primary level -

Through active involvement, to further the
understanding and appreciation of design in all its
forms. (6)
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Yet design education is given little attention within the post-
primary school cycle. The provision made for design within the
Leaving Certificate course falls very far short of the
recommendations made by the C.E.B. Design is grouped with
craftwork and the pupil selects one or the other. This choice

can mean that teachers may neglect design in favour of craftwork.

David Thistlewood sums up the importance of design when he says-
In a very real sense designing is not just an
indispensable human faculty: it is the co-ordination
and efficient marshalling of all branches of
knowledge. (7)

John Fullerton offers a definition for design in his writings on

the subject. He suggests that:-

It depends wupon an ability to see existing
circumstances analytically and to envisage the

possibility of changing them. It extends into an
ability to rehearse alternatives in the mind, and
later to select and take appropriate action. (8)

This definition most appeals to me. It brings to mind a visual
memory of a cartoon: a cartoon character walks down a street,
he comes across a pile of junk, in various shapes and forms. A
thought bubble appears above his head and it contains the pile
of Jjunk he sees. The man manipulates, within the thought
bubble, the bits and pieces of junk into various combinations
and permutations until a satisfactory, practical result is
acquired. He then assembles the actual pieces into his design

7 a car!
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This very simple imagery gives the essence of design, that is

the shaping and controlling of the world around us.

This does not mean to say that design education is beyond the
scope of post-primary pupils. Every day they make design
decisions, based on problem solving methods, without realising
it. They place books upright on shelves for ease of access and
they position furniture in their rooms in a way that appears

efficient and aesthetic to them.

To design is always to prescribe some form, structure,
pattern or arrangement for a proposed thing, system or
event. (19)
Design, as a form of visual education, could find no better
participants than those pupils in Transition Year, because
Transition Year is all about discovering new ways of seeing and
learning, that would develop and enrich the pupils understanding
of themselves and the world around them. Design is all around

them - it shapes the world they live in now and in the future.

C.B.C. Monkstown Park: Transition Year 93/94

A class of twenty-three Transition Year pupils were timetabled
with me for a triple class of Art. Only eight out of the
twenty-three had taken art in the Junior Certificate. But this

was not to say that the rest lacked ability. Previous
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experience is no judge of ability and aptitude. The tight
scheduling of the Transition Year timetable would mean that
classes would be missed every now and then to allow for social
work, field trips and work experience. My design projects
needed to be basic and practical but also challenging and
interesting if it was to compete with timetable disruptions. My
longterm aim for the pupils would not so much be the production
of a finished piece, but rather that they would gain and develop
an understanding, appreciation and knowledge of the design

process itself.

I based my lesson plans on team work, (teams of four to five
pupils), for a number of reasons. Firstly, I consider team work
to be invaluable in design decision making. Pupils bounce ideas
and suggestions off each other more readily than they might to
a teacher on an individual basis. Secondly = team work
encourages a policy of pooling resources, and as often design
requires interdisciplinary skills, the pupils who may be weak
at art but good at science etc. can contribute and feel just as
much a part of the project as others. Thirdly, it encourages
competition among teams and thus keeps the incentive and

interest up. This also helps class discipline.

And lastly, as Transition Year is based on working in an adult

environment and with getting on with and getting to know others,
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team work is a must. With regard to design and team work, Tom

Hudson says that -

Many developments with materials can be better carried
out by working in groups than by means of the kind of
isolated activity traditionally (though not
necessarily productively) associated with the artist.
The majority of people ultimately work in group
organisations, yet in both general and specialist
education little work has been devoted to this
phenomenon. (10)

I was to have one group of Transition Year pupils up until
Christmas and a new group of 23 Transition Year pupils from
February onwards. This meant that I had to plan out two
projects and had the opportunity to see how two groups of pupils
would work through these projects. What I would learn from my
initial project I could use in my second one. My second project
would, therefore, become my major project within the artroom,
from which I shall make my evaluations, conclusions and

suggestions regarding design education in the artroom.

Preliminary Proiject

My initial design project carried out in the first term with
Transition Year proved valuable in deciding on the sequence of
lessons for what would be the Transition Year’'s main project
within the artroom.

Through this initial sequence of lessons I wanted to -
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(a) Discover the individual’s drawing abilities and their
understanding of the basic art elements.

(b) To discover the pupils’ possible inhibitions towards
drawing or art in general.

(c) To discover the pupils’ ability to make decisions for
themselves but in consideration and co-operation with other
team members.

(d) To discover the pupils’ ability to understand a design
project and to follow initial concepts to finished

prototypes.

The brief was to design a free-standing lampshade based on

natural forms.

Six of their lampshades, constructed out of wire and tissue-

paper were brought to prototype stage.

My most important and relevant discovery was the pupils’
preference to work in three-dimensions rather than two-
dimensions. The pupils had great inhibitions about drawing from
both observation and imagination, even though many of the so-
called "non-experienced" pupils were as capable as others. They
simply felt that they could not draw. The three-dimensional
work with wire was much more appealing to all as it was a new
material for everyone and, therefore, nobody felt disadvantaged.

Drawing skills and interest levels increased dramatically when
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the pupils were asked to draw their own finished prototypes. I
found that pupils enjoyed working for a "reason", by that I mean
that they worked better if it was either in their own interest
or if the work related to them personally. An example of this
would be their swing-tag designs for their lamps which they
produced. They got quite involved with cutting and stencilling
their swing-tags because it was for an actual product which

they, themselves, had produced.

Through the course of this initial project I covered many of the
basic art elements in a way that was understandable for those
without previous art experience and also interesting enough to

appeal and challenge those with Junior Certificate level art.

The first class in the lesson sequence was observational drawing
of shells and vegetables in line only. I explained that they
were not attempting to produce a ‘pretty’ picture but rather
they were to discover as much about their object as possible.
They should draw it from all sides, paying attention to
proportion, pattern, and size. They could write notes to
describe any detail they thought necessary - so that by the
end of class they knew everything they could about their object.
If it was a vegetable, they could cut it in half, and if it was
a shell they could enlarge a detail study. This method of
observational drawing meant that those who felt inexperienced in

drawing would use notes to fill in where their skills failed
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them, and those experienced would view this "still life" study

in a new light.

The second lesson followed the same theme, where the pupils took
their 2D line work studies into 3D by using wire. The wire
constructions were all about hand-held size, no bigger than 20cm
in height or width, the wire medium was new to everyone and
proved a good leveller of skills, so that nobody was either

advantaged or disadvantaged.

In the third lesson I returned to 2D again, getting the class to
draw their 3D wire constructions and then to cut them out. I
then gave the pupils a variety of scenes, both interior and
exterior, all torn from magazines and the pupils pasted their
cut-outs onto these scenes. The result was that their
constructions took on new meaning. In landscape scenes they
looked like giant sculptures and in interiors they resembled

hats, sculptures and lamps!

For the following three lessons the class worked in teams of
four on a brief to design a lamp based on their research and
study of natural forms. They worked to actual size and created
finished prototypes out of wire and tissue paper. Then, on
lesson six, the pupils did tonal drawings of their prototypes,
and finally they worked on designing swing-tags to go with their

prototype. These were produced by cutting card to make a
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stencil and sponging the paint on. Unfortunately, due to
Transition Years’ busy timetable and schedule, I did not have
them as often as I should and they never got to finish the
project in its’ entirety. Having said that, I was very pleased
with their results and felt that they had gained more than a
finished piece of work - they had participated in a design
process. (Details of class sequence and examples of pupils’

work are illustrated at the end of this dissertation).

Aided by these findings I developed the Transition Years’ second

and more challenging sequence of lessons.

The Second Sequence of Lessons

It was not until late January that the second group of twenty-
three Transition Year pupils had their first lesson with me.
This term was to prove to be even more disrupted than the
previous term in regard to the continuity of classes from week
to week, as the pupils were yet to go on work experience and
social work. There was also the matter of the schools’
participation in the Junior and Senior Cup Rugby tournament.
This would mean that there would be a half-day for any matches

involving Christian Brothers College.
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Due to these disruptions I had to prioritise the aims of my
project. I wanted to develop the pupils awareness, understanding
and appreciation of functional design. In order to achieve this
they had to become familiar with design theory and practice. I
chose "chairs" as my theme as it would appeal and relate to the

pupils in both the practical and aesthetic sense.

For my initial class in the sequence, I used the artroom stool
as my source. I asked the pupils to do a simple line drawing of
5 L -8 I then asked the pupils for the primary function of the
stool. They had no problem in responding that the primary
function was to sit on it. When asked what features made this
possible they were neither slow nor shy to list the structural
features which made the stool capable of taking the weight of a
body. I went on to ask for the secondary functions of the stool
and I expanded this by asking them what else do they use these
stools for, the pupils noticed stools with books, bags and

jackets on them and decided that these stools could also be used

as tables, or to stand on etc. I pushed the matter further
asking for tertiary functions. I explained, giving examples,
the primary, secondary and tertiary functions of a pen. The

pupils had to write a list of primary, secondary and tertiary
functions relating to the artroom stool - illustrating ideas
where possible. The pupils showed great creativity of thought

while still relating their ideas to the features of the stool.
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This lead on to their second class which again was heavily
weighted with analysis, creative thinking and decision making.
Due to the fact that this was a two hour long lesson, I broke
the class into three sections with a mini-evaluation after each
task. The first task was to do an analysis of the artroom
stool. This time I introduced what is known as the S.W.O0.T.

analysis method, this method is used in marketing and involves
looking at an object in terms of Strengths, Weaknesses,
Opportunities and Threats. I wanted to give pupils a sense of
design reality and so I decided to use design and marketing
terminology, making sure that I explained the terms fully. The
pupils had little problem understanding the terms and appeared

to enjoy the use of "jargon'.

The second task was worked in teams of four pupils, and each
team was given a chart featuring fourteen chairs, cut out from
magazines. The pupils were handed a worksheet to f£ill up. The
teams had to analyse the chairs and rate them from one to five
under various headings (e.g. comfort, body support, aesthetic
value etc.). The teams also had to decide where they would
envisage the chairs being used (i.e. domestic use, dining room,

business etc.).

Due to the fact that the pupils were working in teams, debates

arose as to why one chair should rate higher or lower than
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another. The pupils were actively involved in discussions on

functional design features.

The final task of the lesson was to add yet another ‘technical’
term to their design vocabulary: ergonomics. I asked the
question how did they judge the comfort or body support value of
a chair since they could not actually sit on it? what features
were they looking for? and how did they relate to the human
body? A lifesize outline of a pupil was made and areas of
relevance and importance were highlighted (e.g. distance from

hip to knee and knee to foot etc.).

This lesson went extremely successfully despite the fact that it
was a long class without the production of any practical work in
terms of drawings or models etc. The pupils were extremely

attentive and responsive to all tasks set.

The third lesson gave the pupils an opportunity to deal with a
working design brief. The pupils were divided into their teams
of four pupils and each team had a different theme and function

which were as follows:-

THEME FUNCTION
A POP GROUP, design a chair for a Pop Video
NATURE, # " " wM Park
ENVIRONMENT, i L " SR Student’'s Flat






35
THE CiTY, design a chair for a Of fice Reception

FUTURISTIC, i o o e T.V. Chat Show

My original plan was to have the prototypes worked to actual
size for which I had collected large amounts of tin cans, wood,
wire and cardboard boxes. I had advised the art teacher, over
Christmas, about my intentions but I was only informed before my
third lesson that I would have to keep all models to a small
scale. The restriction imposed was due to the lack of storage
space within the artroom and the fact that I would not be

granted other storage areas.

Despite this set back, the project continued. The teams had to
write out and draw the features they thought necessary to meet
the particular requirements of their brief. They drew and made
scale models, using wire and tape to build the basic structure

and form in three dimensions.

During the evaluation, I got the pupils to question each others
work, not in terms of whether it was good or bad, but whether or
not it worked and did or did not relate to the given brief. I

did not want pupils to feel that they had no part in the

decision making process - in fact, I wanted them to take full
control. So long as the design met the requirements of the
brief they were free to be as creative as they wished. The

pupils then selected one chair design per team.
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In the next lesson the pupils had to draw their wire miniature
constructions and to work out a scaled prototype. In order to
do this, they had first to consider the proportions of the chair
to the body. This drawing became their working plans, an
information blue print of sorts. I wanted the pupils to see how
important it was to adapt, scale, proportion and simplify their
original miniature chair designs on a two-dimensional layout

before they would tackle a three-dimensional format.

The pupils shied away from drawing large designs, instead,
despite my advice, many opted to draw tiny versions of their
designs. Measurements were basic, some indicating no more than
height and width. Those pupils with previous art experience,
drew more confidently and were more aware of the fact that the
drawing of the model required measurements from various aspects
(e.g. seat to top of arm rest etc.) if it was to be of any use

in the construction of the prototype.

During the second half of the class I showed the pupils slides
of chairs dating from the early 1930's to the 1990's. We
discussed some of the unusual features of the chairs. The class
pointed out that some of the chairs looked like abstract
sculpture, I agreed and reinforced the importance of scale -
it was the scale and proportion that made the difference between

some chairs being functional or not. The class was very aware
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of the functions of a chair, as they singled out some pieces as
having possibly two primary functions. Dondolo’s Rocking chair
was one such piece, and they considered that this could be a
childs play structure as well as being a rocking chair. They
also decided that Wendel Castle's Highchair was more like a step

ladder and could be used as one.

The rest of the lesson time was given to the teams to construct
the framework of their prototypes from coat hanger wire,
cardboard tubing, boxes and tape. This activity continued into
the following two lessons, when the form was built up using
papier-mache and card. Pupils began to bring in their own
materials to use, such as tin cans, leaves and sticks. Many
pupils abandoned their original prototype of coat-hanger wire
and commenced working in their own chosen materials. This gave
me a good indication as to their understanding of structure and
form. The pupils were looking at their two dimensional
drawings, visualising it in three dimensions and solving the
problem of transforming two dimensions into three dimensions by
careful decision making of required materials. This is not to
say, that those pupils who continued, regardless of original
design, to use the wire and papier-mache had failed to get
involved in any problem solving or decision making process.
These other pupils were solving another problem - how to adapt

their two dimensional designs to the materials available.
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At the end of the sequence the pupils, in teams, had produced a
prototype chair design. The teams had changed from six to eight
with one pupil making a solo attempt. Along with the actual
three dimensional prototype the teams had also produced a series
of studies or drawing of their design as documentation of the
design process. Some teams had more studies done than others,
this was due to the fact that some teams were gquicker to
complete tasks and start the next one. The slower teams were,

in most cases, those with no previous art education.

Still, I remain confident that this sequence served to develop
the pupils understanding, awareness and appreciation of
functional design. It also served to reinforce my commitment to
the development of design as a method of visual education in
post-primary schools. Having completed my two design sequences,
I can now proceed to support my belief with practical facts and
results relating to the projects. (Samples of classroom work are

illustrated at the end of the last chapter.)
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CHAPTER 4

EVALUATION AND CONCLUSION

Looking back on the two Transition Year class sequences based on
design projects I am more convinced than ever of the value and
importance of Design Education in the school. Design requires
no more nor no less equipment and material than any other aspect
of Art and Craft. It involves the same amount of careful

planning and preparation for each lesson.

With regard to Transition Year, I see design as the perfect
vehicle of visual education. In both the Transition Year groups
I was involved with, the minority who had previous artroom
experience took to the challenge of design with eagerness and
flair. The majority who had little or no previous art experience
also felt challenged but were, in most cases, slower to transfer

ideas from two-dimensions into three-dimensions and vice versa,

I tried not to emphasise a lot of two-dimensional drawing in the
sequences for the obvious reason that the majority of the class
would not, because they felt they could not, draw. However, I
did introduce some line drawing as part and parcel of the project

at various intervals throughout the sequences to try to break
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down inhibitions. I placed emphasis on the drawings being for
the pupils’ own benefit - for example, as information sheets
or simple plans on which to write measurements. They were not
to feel that these "sketches" were precious works of art, because
if they did believe that this was the objective then their sense
of "failure" would be great. This in turn would only increase
their inhibitions. Instead, they were to see the "sketches" as
roughs and in so doing they could achieve the objective and build

up self-esteem.

I have already stressed the opportunities which Transition Year
offers in terms of Design education. The mere fact that the
year 1s non-examination orientated releases both pupil and
teacher from any commitment to a structured curriculum which is
outside their control. The year can instead be centred on the
pupil developing an understanding of himself and the world around
him. As the Transition Year Programme Guidelines 1994 -'95
states:
The Transition Year should offer pupils space to
learn, mature and develop in the absence of
examination pressure. The school should ensure
therefore that, in all areas studied, there is a clear

distinction between the Transition Year programme and
the corresponding Leaving Certificate syllabus. (1)

The emphasis, with regard to design education, should be on
developing an awareness, understanding and appreciation of
design and that this development should be at the pupils

personal pace and ability.

41
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Within my sequences I made allowances for the weaker pupil,
being careful to spot the quiet pupil "lost" among his team-
mates. Some pupils found the manipulation of materials very
difficult. For these pupils I gave a combination of "easy-to-
use" materials (e.g. straws and lollipop sticks). There are no
examinations and therefore no marks allotted to the completed
project but instead a report on approach and interest taken in
projects is compiled. Pupils, therefore, did not feel that they
had failed if they never completed a team prototype but instead
worked on perfecting a personal model and practising with

various materials to achieve structure and form.

A negative aspect to Transition Year is their hectic timetable
and, although the planning differs from school to school, this
timetable can play havoc with the continuity of class sequence.
Classes can be missed for over a month with projects half-
completed, and when pupils return they forget what they were
doing and so lose interest. However the beauty of teamwork is
manifold. Teamwork alleviates the problem of lack of
continuity, as a team will soon recall their plans and approach
by a pooling of resources and notes. The design brief itself,
is also a reminder. On re-reading the brief, and gquickly
reassessing the work done-to-date, the pupil soon becomes aware

of what to do next.
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The Evaluation of a design in relation to a design brief is
straight-forward for the pupil. It either works or it does not
work. It either meets the requirements of the brief or it does
not. The aesthetic and originality qualities may be viewed as
a personal opinion but the black and white boundaries of
functional design give the pupil more control over the

evaluation and appreciation process of a design project.

Even designs which fail or fall short of the requirements of the
design brief can still be beneficially analysed to see where,
along the design process, an improvement or a correction should
have been made. Pupils can work "backwards" through their
approach to see where their design and the brief first started
to deviate. Was it at the initial brainstorming stage? Was it
after selection of design idea? Was it due to the manipulation
of materials at prototype stage? By making time within the
lesson plans for this type of analysis, the pupils will become
familiar with the entire design process. This familiarity will
increase their understanding and reduce the possibility of

future designs not meeting the design briefs requirements.

The main design difference, apart from theme, between the
initial and the second sequence was the fact that the prototype
in the initial sequence was to actual size while in the second
sequence the designs were scaled. This aspect of design is of

crucial relevance to the artroom. In order for the pupils to
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evaluate their prototype designs in terms of, does it or does it
not work, the prototype designs should be to actual size. With
the lamp designs the pupils worked the prototype to actual size
- a light source could then be introduced to the prototype and
the pupils could see if they were successful with regard to
function. Unfortunately, as I have stated previously, the school
restrictions imposed on me meant that the chairs were scaled
prototypes. Nobody could judge the function by sitting on them.
This led to errors in the proportions of the chair. Pupils were
slower to see these "oversights", and found it harder to
evaluate or judge their designs with regard to actual function.
I consider this finding as the most important one relating to
the implementation of design as a method of visual education in
post-primary schools. Where possible, all designs should be for
a practical purpose and all three dimensional prototype designs
should be to actual size. This will maximise interest levels

and minimise design oversights.

To conclude, I can see no reason why design, as a form of visual
education, is not implemented throughout the entire post-primary
school cycle. I have found it is the perfect means of visual
education for the Transition Year pupils. Design challenges and
stimulates the pupils and, at the same time, develops the pupils
visual appreciation for the everyday world around them. Design
meets with the general requirements and expectations for

Transition Year. The ASTI state in The Transition Year:
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Team teaching approaches that facilitate small group
learning should also be considered. However, it is
important to strike a balance between learning and the

enjoyment that should be part of education for both
teachers and students and not overburden everyone. (2)

With design and, in particular, teamwork design, much of the
responsibility can fall on the team members to assess and

progress with their design in accordance to a given brief.

The Department of Education states in Transition Year

Programmes: Guidelines 1994 - "95:

A key feature of Transition Year should be the use of wide
range of teaching / learning methodologies and situations.
The goals and objectives of the programme can best be
achieved by placing particular emphasis on:

- negotiated learning;

- personal responsibility in learning;

- activity-based learning;

- integration of appropriate areas of learning;

- team teaching approaches;

- groupwork: discussion, debate, interview, role-

play;
- project work and research; ..... (3)

Design, introduced as part of the Transition Year's visual
studies, can bring with it a whole new method and approach to
learning that is pupil orientated and which meets the Department
of Education’s requirements. In saying that design is pupil
orientated, I mean that the pupils have more control of and
responsibility for their decisions. This in turn will promote
the personal development of the pupils, and assist in an

eventual smooth transition from pupil to adult life.
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CHAPTER 5

SUMMARY AND RECOMMENDATIONS

Before summing up my research and findings I must first

reiterate a few facts as they stand today.

; 1994 sees the start of a new six-year cycle for all
schools, which for many, means the introduction of a

Transition Year Programme.

a0 There are no specific curriculum guidelines laid out
for Transition Year regarding art education. It is up

to each school to produce their own curriculum.

<l Functional Design is not included on any present

school curriculum.

4. Transition Year is about gaining new experiences not
catered for in either Junior or Senior Cycle. Lt
encourages self-development, responsibility and an

awareness of the society in which they live.

Through my findings I have discovered the main challenges facing

the art teacher involved with Transition Year. They are:

47
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il Particularly where art is not an option, there is the
possibility of a mixed ability class, with some pupils

having no previous art experience.

2. The Transition Year timetable has to allow for weeks
for work experience and social work etc. and as a

result effects the classroom continuity.

3 The interdisciplinary nature of Transition Year often
combines drama and music with art in a stage

production.

4. The non-examination orientated class which requires

new methods of motivation.

My research has produced solutions to these challenges. Namely,
with regard to a mixed ability group the introduction of
functional design would prove "new" to all pupils. This will
help to alleviate the feelings of inadequacy which non-art-
experienced pupils may have. The Transition Year timetable has
to include weeks away from school. As a result, artroom
continuity can be disrupted. A design brief can help link
classes together. Even after long breaks the pupil simply re-
reads the brief, assesses the project and decides what stage

he/she is at and what to do next.






49
In relation to the interdisciplinary nature of Transition Year -
especially with regard to the possibility of producing a stage
show. The art teacher could, again, set a brief to design the
furniture and props for the show. This would mean that the
pupils could see a function and purpose to their work, which, I
have discovered through my practical research, is vital to the

success of functional design in the artroom.

Finally, there are no specific Department of Education
guidelines for the art teacher with regard to the Transition
Year programme, There is no examination orientated syllabus to
be worked through. It is up to the individual school to produce
their own visual education programme for Transition Year. I
would again suggest, indeed, recommend, that art teachers look
seriously at the opportunities and advantages of introducing the
Transition Year pupil to Functional Design. It encourages self-
motivation through team competition (e.g. who can produce the
best chair). In so doing it develops problem solving and

decision making skills.

As 1 stated in the opening of my introduction - "the only
constant is change". We, the educators of the young, must never
settle for the habitual and familiar, we must seek new
challenges and experiences for our pupils to equip them for

their adult life. The Green Paper Educating for a Changing

World states:
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The circumstances to which the Irish education system must
adapt in the decade ahead include:

The need, particularly in an enterprise culture, to
equip students with the ability to think and to solve

problems - rather than just with an accumulation of
knowledge. (1)

The Green Paper goes on to say:-
When we look at the present Irish educational system in

relation to these challenges, shortcomings immediately
present themselves:-

" s e e s e s s

The curriculum and exam system is strongly biased
towards acquiring factual knowledge rather than
developing critical thinking and problem solving
skills. (2)

Design theory, practice and appreciation, particularly with
regard to functional design, is the direction that visual
education in Transition Year should take. It is the solution to
the art teacher’s problem of how to meet the challenges and

requirement of this specific year.
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FOOTNOTES CHAPTER 5

Department of Education,
changing world, (Dublin:

Ibid., .p.4.

The Green Paper:

Education for a

Stationery Office, 1992), p.3.
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ILLUSTRATIONS OF CLASSROOM WORK

and SEQUENCES
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PRELIMINARY PROJECT
Lamp Design

Week Two
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PRELIMINARY PROJECT
Lamp Design

Weeks Three - Five
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PRELIMINARY PROJECT
Lamp Design

Weeks Three - Five
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PRELIMINARY PROJECT
Lamp Design

Week Six
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Design

Week One

SECOND SEQUENCE
Chair
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SECOND SEQUENCE
Chair Design

Week Three
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SECOND SEQUENCE
Chair Design

Weeks Four - Seven
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Week Eight

SECOND SEQUENCE
Chair
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